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Knowledge base and reflective practice in teacher education in Zimbabwe 
Curriculum continuity or ideological confusion?
by
OVERSONSHUMBA
DEPARTMENT OF TEACHER EDUCATION 
UNIVERSITY OF ZIMBABWE
Abstract
This is a contribution and critique of the debate initiated by Dzvimbo's (1991) article on 
the nature of knowledge and discourse practices in Zimbabwe's teacher training colleges 
(Zimbabwe Bulletin of Teacher Education, Volume 1, Issue 1). Dzvimbo's paper is 
important in that it underscores the importance of teacher education to educational and 
social reform. That teacher education is significant is obviated by the fact that in many 
countries in the Third World, schools, classrooms and teachers are among the most 
important determinants of pupil learning and achievement often more significant than 
socio-economic status (Riddell, 1989). While thebasic thesis of the Dzvimbo paper that 
discourse and reflective action are necessary for professional growth in teacher education 
is supported, certain substantive assumptions in the paper are controversial. This paper is 
an attempt to highlight some of the substantive aspects afflicting the potential for 
professional growth in teacher education. It proposes that ideological confusion as well 
as historical precedent rather than simple curriculum continuity are the chief determinants 
of the present status of teacher education. The assumption of ideological consciousness 
transferring, inducing or supporting professional growth is not supported.
Higltlights of Controversial Aspects in Dzvimbo's Thesis
This paper challenges some of the assumptions in the Dzvimbo (1991) article and 
provides some alternative foci for reflective discourse. First, he made the implicit
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assumption that teacher educators and student teachers in the teachers 
colleges are on the vestige of reflective education but that some external causes 
or agents downplay the potential. Second, while Dzvimbo's paper is clearly 
pro-socialism and bemoans the relative stability of residual colonial practices 
which were based on the dichotomous ideology of capitalism, it fails to account 
for the probable causes of curriculum continuity on factors within teachers 
colleges rather than those external to them. Further, it is not clear why Piagetian 
models, from which neo-constructivist, information processing models, and 
constructivist models originated are categorically dism issed as irrelevant for 
Zimbabwe and what assum ed relationship they might have with demand for 
technical skills (see p. 44). Dzvimbo overemphasizes the untested (probably 
untestable) relationship between the role of ideological political processes 
based on 'political economy’, which itself has been rejected in Zimbabwe (see for 
exam ple Jansen, 1991), and reflective practice in teacher education. 
Overemphasis on political processes and related rhetoric leads to ideology con­
fusion. Ideology confusion in the education system particularly for teacher 
educators is increasingly a potential threat to educational transformation in 
light of the shift toward non-socialist methods and procedures in the productive 
sectors since economic reforms began in 1991. This paper rejects the implicit 
assumption that political ideology, regardless of whether one labels it 'emancipatory', 
is a useful or significant source o f reflective thought and that mastery of political 
ideology necessarily transfers, induces or supports professional growth in teacher 
education.
Reflective understanding and discourse must at least be concerned with altering 
the role of the state in curriculum planning assumed at independence to be 
representative (Jansen, 1990) to preferred participatory forms in which the teaching 
profession as whole is part of. It is not enough to just have teachers colleges, as 
Dzvimbo (1991) proposes, "devise autochthonous forms of knowledge that can be 
used as a basis of curriculum development nationwide" (p. 44) since other more 
established mechanisms by which curriculum making occurs are already in place. 
Further, the downplay of technical skills as behavioral psychology' (p.44) in 
Dzvimbo's paper is not easy to understand given the technical-vocational-oriented 
educational policy guiding current reform efforts. It is not clear in the paper how 
schools produce cheap labour for the employment sector whose absorptive 
capacity of school leavers is minimal anywhere (see the Central Statistical Office's 
(1991) intercensal survey). Commonly it is persons that lack technical skills that
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provide cheap labour and the system is seriously attempting to reverse this as later 
demonstrated in citation of policy. Dzvimbo's assertion that "teacher education is 
being called upon to produce graduates who will in turn produce secondary school 
graduates who can be part of a movement that will (in theory) assist the country in its 
goals of industrialization" (sic) (p.45) reflects a surprising degree of scepticism to the 
basic purpose of schooling in Zimbabwe.
I could not find the evidence in the Dzvimbo paper or another source to suggest the 
notion that "the State does not control the content of what is taught in colleges 
because fragments of the previous discourses and the dominant behaviourist para­
digm still have a tremendous impact on the curriculum" (p. 45). First, state control 
in teacher education is not a solution since difficulties associated with acceptance of 
the curriculum in schools are already associated with its legimating efforts (Jansen, 
1990) and 1991). Further, the centre periphery curriculum development and diffu­
sion strategies the state adopted assume that it is representative and this resented, 
not only by teachers' colleges but by serving teachers. Attempts to justify existence of 
'residual'or 'previous discourses' in teacher training colleges on institutions exter­
nal to teachers colleges are not based on strong evidence in the Dzvimbo's paper or 
any other I have been able to find. For example in the Department of Teacher 
Education (and the Psychology Department) at the University of Zimbabwe, there is 
ample evidence to show that the courses offered include information processing, 
constructivism, and other modem cognitive science theories. Behaviorism is no 
longer a tradition in the education system and in particular many curricula in 
Zimbabwe require teachers to utilize a process inquiry approach which hardly 
epitomizes behaviorism (but teachers are failing to do so). Further, lack of profes­
sional growth inducing resources such as journals and texts rather than ideologi­
cal squalor leads educators to be a decade or so behind frontiers of knowledge in 
their understanding and in their practice. No amount of ideological wiseness'will 
substitute for provision of inputs such as textual media and other resources in the 
teachers colleges and in all other educational institutions. Ideological shifts or meta­
morphoses tend to require decades to occur and the education system cannot 
simply stagnate while this process, which frequently faulters, takes its unpredictable 
course.
Discourse on Professional Growth
The significance of schooling related factors to student achievement and learning
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leads the author to adopt a definition of professional growth which reflects it as 
changes over time in the behaviour, knowledge, images, or perceptions of teachers 
and educators as postulated by Kagan (1993). Rather than assume that ideological 
conscious transfers into professional growth, reflective discourse should at the mini­
mum focus on the behaviours, knowledge, images, beliefs or perceptions of teachers 
and educators which are most related to teaching task domains with the intent of 
shifting them towards more professionally desired directions. Any form of reflexive 
understanding and practice thus must be based on understanding of at least four 
such task domains (Kagan, 1993; Reynolds, 1993). Teaching task domains are more 
demonstrably associated with professional growth and are more generally accepted 
as constituting the purposes of teacher education. Reynolds (1993) identifies four 
teaching task domains, three of which are most directly instructional-related viz the 
pre-active, interactive, post-active, and a fourth the administrative tasks which are less 
directly instructional-related. Pre-active tasks include comprehending the curriculum 
content and materials and thus involve curriculum interpretive skills such as critiqu­
ing and adapting content, materials, teaching methods, and preparing to deliver in­
struction. Interactive tasks are those pertaining to the instructional process and they 
involve organizing and monitoring students learning. According to Reynolds (1993) 
the post-active task involve reflection upon the teachers actions and student responses, 
continued professional development and interaction with colleagues. Reflective un­
derstandings, skills, abilities, knowledge, and beliefs related to pre-active, interactive 
and post-active tasks are fundamental in teacher education because these tasks are 
usually at the intersection of teachers or educators, students, and the subject matter. 
Further, Reynolds (1993) observes the need for personality characteristics, those interests, 
temperaments, personality traits, and moral/ethical standards that "suggest what the 
teacher (or educator) is likely to do rather than how well he or she can do at peak 
performance" (p.5). Thus in terms of reflective discourse and practice certain under­
standings stand out as pertinent. First, is the issue of what teachers and educators 
know and believe about subject matter, the structure and relationship of the subject 
matter to society and everyday life in particular how to apply it to solve meaningful 
problems. Second, the general principles of teaching and learning including the spe­
cific instructional techniques, lesson structure and class management, history and 
philosophy, curriculum planning and assessment. Third, content-specific pedagogy 
constitutes a vital aspect of understanding. These areas, commonly taken for granted 
1 but constituting the important aspects of the teaching profession, are least developed 
in teacher training colleges and in the teaching profession. As can be expected, dis­
course on these tasks are curriculum specific and thus require thorough understand-
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ing of the curriculum-to-be-implemented and changes that are likely to occur during 
the course of implementation. At this point of development, ideology confusion 
within the state and among educators has most likely been contributory to masking 
these issues or the direction of which reform must take. What it takes for professional 
growth can be demonstrated with reference to a recent article by Daniel Duke (1993). 
Duke (1993) observes that: "A profession is never mastered, professionals grow older 
and face different life circumstances. Clients change. New research and technology 
appear. Social and political priorities are reordered" (p. 702). It follows therefore that 
experience is not necessarily equivalent to professional growth Duke (1993) notes:
Adults learn all the time, but growth, particularly professional growth 
is rarer. As teachers gain experience, they may perceive less need to grow. 
New knowledge is increasingly filtered through well-formed cognitive 
structures, with the result that dissonant information is often excluded 
or discredited. Only knowledge that confirms prior beliefs and 
assumptions tends to be absorbed (p. 703).
These cognitive filters might account for the present poor state of new curriculum 
implementation and thus account partially for curriculum continuity 0ansen, 1991) 
or residual practice (Dzvimbo, 1991). The lack of responsiveness of colleges has been 
accounted for in several ways (see for example accounts of Chivore, 1986, and 
Dzvimbo, 1989). While institutions such as the Department of Teacher Educationcan 
control minimum teaching entry standards, it remains the responsibility of the 
teachers colleges to ensure professional growth among college faculty and that their 
students evolve the necessary commitment to the profession of teaching so that 
professional growth continues to occur well into their teaching careers.
Participatory Processes
It is the responsibility of both the teachers colleges and the Curriculum Development 
Unit to ensure through complimentary action, that teachers produced are confident 
and competent to implement the new curriculum (Ministry of Education, 1987). The 
removal of teacher education from the Ministry of Education has only aggravated 
difficulties of coordination in this endeavour and contributes substantially to the 
colleges inability to support school level curricula. Any attempts to portray the nature 
of the knowledge base and teacher discourse therefore must articulate the relationship 
between colleges of education and the state. In particular their relationship to the
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| curricula and national objectives and how they propose to ensure their attainment. A 
j major problem in this regard has been the assumption that the state is representative 
(Jansen, 1991) and hence non-participatory procedures or centre periphery strategies 
to curriculum making and dissemination were initially adopted with colleges at the 
periphery. Discourse, should lead to increased participatory curriculum reform by 
all with a stake in education (students, teachers, parents, educationists and educators) 
to increase complimentarity between the college curriculum and the school curriculum. 
It cannot be simply assumed that radical change can occur from within colleges of 
education and that residual effects of colonial education mentioned in Dzvimbo's 
paper are gripping educators in institutions other than teacher training colleges. A 
more collaborative and collective approach is desired. In effect many of the state 
mandated curricula in schools are radical departures from those in colonial practice 
and the resistance to some of the changes in them has to do with the lack of 
preparedness of teachers to implement the curricula as predicted could happen by 
Ministry of Education and Culture (1987). While the observation in many countries 
of the relative stability in the colonial content during the post-colonial period is 
applicable to Zimbabwe (Jansen, 1991), the origin of this is mainly lack of re-training, 
rather than simple preference for past practice or conservatism. In their concems- 
based-adoption model (CBAM), Hall and Hord (1987) suggest that new innovations 
threaten the relative stability and comfort of the status quo and lack of training 
largely leads to non-use or inappropriate use and implementation of the curricu­
lum.
Responsiveness to School Sector Needs
A fundamental contention of this paper is that colleges must be responsive to the 
curriculum needs of the school sector and that any discourse must clearly address 
itself substantially to this need. The general introduction to the Science Syllabus 
5006/7, for example, gives a fairly representative philosophy and rationale for 
curricula innovation in Zimbabwe (these also provide the guiding principles of 
The Curriculum Development Unit Plan, 1986-1990):
the majority of Zimbabwean pupils are likely to find places in institutions 
of higher training and learning. The school certificate examination will, 
therefore, be a terminal one for this majority before they go out to work, 
education, particularly at secondary level, should prepare the majority of 
pupils for the world of work while at the same time helping the minority
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high-achievers to qualify for institutions of higher learning.
Reflective discourse must be based on critical appraisal of these realities and interests, 
and on the purpose of state-led curriculum change. For example curriculum change 
was initiated to:
inculcate values such as the work ethic and the usefulness of productivity, 
patriotism, cooperation and an understanding of Zimbabwe regional and 
world history, culture, politics, and ideology.
integrate within the curriculum the philosophy of education with 
production in order provide the many who are unlikely to go on to 
institutions of higher learning with an education which will be 
functionally useful in the world of work.
help pupils relate knowledge and theory to their practical application in 
production within the context of Zimbabwe.
incorporate social, scientific and technological content and concepts 
wherever possible across the curriculum so that the essential general 
knowledge is accessible to as many people as possible.
Reflective discourse must therefore seek to amplify and clarify those skills necessary to 
be 'functional'in society and to the 'essential general knowledge' which otherwise 
remains transparent and mysterious. The skills and knowledge then could serve as the 
target standards of attainment in schools and in teacher education.
Curriculum Continuity or Ideological Confusion?
The existence and persistence of curriculum continuity (Jansen, 1991) or residual 
practice (Dzvimbo, 1989) might also be explicable on the presumption of ideological 
confusion. Many (if not most) educators were trained and continue (and will con­
tinue) to be trained in capitalist systems yet the curriculum is clearly socialist 
orientation (with changes to that orientation evident in the 1990s). No significant 
practical re-training was done after gaining independence and thus it remained to 
the independent inventiveness of educators to learn, understand, and appreciate so­
cialism and its methods on their account yet for much of their lives, their experi­
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ences, in particular their education was under a capitalist system. As would be ex­
pected under such conditions, many educators never acquired base-line 'socialist' 
skills and methods. This was (and is) aggravated by the fact that in the political 
system very few (none 1 know of) modeled honestly the socialist style of doing things 
even though socialist theory was often prominently featured (and often features) in 
speeches and rhetoric for public consumption (especially in the 1980s). As a result of 
a combination of lack of training, lack of resources, and lack of models, ideological 
confusion must be rampant (but cleverly concealed) in society and among Zimbabwe's 
educators. It is ideological confusion that must significantly account for most of the 
curriculum continuity (Jansen, 1991) or residual practice (Dzvimbo, 1991).
Jansen's (1991) analysis is illuminating in this regard. He suggests that the state-led 
curriculum change was itself accompanied by divergent and contradictory ideologi­
cal motivations and consequences, which agreeably must he coirfusing, even to the 
most inventive educators. First Education with Production (EWP) is the curriculum 
innovation most closely associated with socialist policy. It emphasises vocationalism, 
productive activities, and self-reliance. Second, ZIMSCI (Zimbabwe Science), a widely 
heralded innovation, is not 'socialist' by any measure; it is a program that already 
existed prior to independence with the general characteristics of modem science- 
fostering inquiry, experimentation, and student-centred learning.
At present, there is not single or consistent ideological orientation to the curriculum 
reconstruction program. This ideology crisis, which could easily have been 
aggravated by the crash of communism in Eastern Europe and by Zimbabwe's 
capital-oriented economic reforms of 1991, is a serious condition for any education 
system to develop and grow in; it behooves not only educators but political leaders to 
ameliorate this crisis. For these and other reasons, EWP and other socialist oriented 
curricula remain largely in poor state of implementation or abandoned. Teacher 
education takes the major brunt of the criticism for the present lack of responsiveness 
of the colleges to school level curricula. For an example, some secondary student 
teachers (in their term 2 of their year) in a recent science education study (Shumba, 
1992) articulated realistic sentiments on the system such as the following excerpts:
The science curriculum in Zimbabwe has seen a lot of distortion 
in that what is put down to be taught is not matched with the 
economic, technological and material transformation of the
country and hence the syllabus taught has ended being a nuisance 
to the learners.
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They spoke of what may be a serious situation in the education system in 
particular teacher education.
The material taught in college has virtually no connection to the 
'O' Level syllabus, and so we go into the field without knowledge 
of the difficult sections of the syllabus. Colleges must really 
concentrate on equipping students with techniques and 
approaches for teaching science to a specific level of students.
A number of the student teachers in 1992 gave a picture of the state of their 
preparedness for the socialist curriculum with six months left before completing 
their pre-service teacher preparation:
1 am about to graduate and I do not even know what education 
with production means.
Education with production is something I hear in theory and 
in passing and I do not even know what it is.
These comments were extracted from Appendix II of a technical report, Secondary 
Level Science Education in Zimbabwe: An Analysis of Curriculum Structure and 
Implementation Environment (pp. 183-184). Sentiments such as these suggest that 
colleges have not begun to implement curricula compatible with those in the sector 
of schooling their teachers will serve. The consequences are serious when viewed 
in light of evidence obtamed from other educational contexts. Teachers studied in 
western culture lacking in procedural knowledge with new curricula were most 
likely to become increasingly authoritarian, custodial and generally obsessed 
with class control (Kagan, 1993). Further they became concerned with planning, 
designing and implementing lesson plans, not for promoting learning, but to 
discourage misbehaviour.
Lack of responsiveness to school curricula is a serious concern in light of 
educational policy. Although the economic reforms basically represent a weakening 
of the resolve to accomplish transformation by a socialist route, it is important to 
observe some of the key elements in b the Five Year National Development Plan, 1991- 
1995. The Plan hints at ideological duality now characterizing the political and educa­
tional system in Zimbabwe; while the productive sectors are to be competitive along
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capitalists lines controlled by market forces, the education system is expected to continue 
on the socialist route. The following are some of the elements which stand out in the 
most current five year development plan.
emphasis on economic efficiency and productivity in which "government will 
continue with its efforts to make the country's education system more respon 
sive to skills required by the economy" (p. 18).
greater participation of all citizens in economic and social transformation since 
"the process of development cannot take place without the active and full 
participation of the people. People's participation in the development pro 
cess is the foundation of self-reliant and self-sustained development" (p.3). 
creating and implementing a relevant education system that would reduce the 
'wide' technical skills gap between the school leaving population and the- 
market and hence the need to "produce school levers who could fit more easily 
into the existing job market" (p. 71).
sustenance of the philosophy of education with production (EWP) introduced 
in 1980 in an attempt to 'vocationalize' programs in order to prepare students 
for the world of work and to make them self-reliant. Policy articulates an 
'applications-based' approach to school science education.
more cogent attention to in-service and staff development training of science 
and technical subject teachers so that teacher training would respond effec 
lively "to the scientific and technical emphasis urgently if Zimbabwe is to cope 
with the technological changes necessary for sustained economic growth and 
development" (p. 78).
Responsiveness to Productive Sector
As can be readily deduced, national policy emphasises that education should develop 
the technical skills required in the industrial, commercial and agricultural sectors of 
the economy. Dzvimbo's (1991) paper acknowledges but critizes this orientation. Sen­
timents against technical-oriented curricula and education is bedeviled by historical 
precedent that projected academic education as superior to vocational education (see 
Mungazi, 1986 and 1989). Jansen (1991) observes that the rejection of the 'political 
economy' curriculum represents conflict between social forces, for example, those
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favouring Ihe academic curriculum and those favouring the vocational curriculum.
It is possible that the vocational curriculum is perceived (by educators and the general 
populace) in terms of this historical precedent in particular its relationship to practical 
training of underprivileged Africans by successive repressive governments in the 
colonial era. As early as 1930, practical training was designed to train the Africans 
to function effectively as labourers in order to meet the needs of the growing industries 
and at the same time "control the development of intellect among Africans and condi­
tion them to tribal settings" (Mungazi, 1989; p. 472). After 1966 a new ten year plan 
introduced two year junior secondary which catered for stratum of the primary 
school cohort with an emphases on prevocational skills. The curriculum thus spent 
about 45 percent on practical subjects (Dorsey, 1989) in attempting to prepare student 
who would be more acceptable to industry, commerce and agriculture. Black Zimba­
bweans considered this education inferior and as would be expected in the circum­
stances rebuffed it. Reflective teacher education should therefore clearly articulate 
their interests vis-a-vis national curricula and provide technical and professional 
support for the national objective of providing an academic curriculum which also 
serves, equally, the vocational interests and oth£r practical-application-oriented needs. 
Any attempts that fail to take cognizance of the present role of the state in curricula 
determination and the reasonable objectives carried in some of the state mandate cur­
ricula can only result in retrogressive confrontation. Through reflective action, teacher 
education should analyze, adapt, and re-mould the basic curriculum frameworks al­
ready in existence and not to start afresh as implied by the assertion that teachers 
colleges should "devise autochthonous forms of knowledge that can be used as a basis 
of curriculum development nationwide" (Dzvimbo, 1991; p. 44). A complete re-educa­
tion of society in its entirety on the role of technical skills and applications-oriented 
curricula is as much an imperative for industrialization as it is for overcoming the 
domineering affects of historical precedent and colonialism.
Reflective action and discourse should articulate how the academic knowledge might 
be used in practical situations and vice versa illustrating the umbilical connectedness 
and symbiocity between them. One of the widely acknowledged philosophers, John 
Dewey, is among the first to confront the issue of education and praxis. According to 
a quote in Mayhew and Edwards' (1936) account of the Dewey School, Dewey (1904) 
stated: "Utility and culture, absorption and expression, theory and practice are 
indispensable elements in any educational scheme" (p. 16).
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If education is indeed instrumental to national social and economic development as 
acknowledged in Dzvimbo's (1991) paper, then it mustbe practical-applications based. 
Dewey wrote about the "the fatal split" in education which persists to this day:
For genuine intellectual development it is impossible to separate the 
attainment of knowledge from its application. The divorce between 
learning and its use is the most serious defect of our existing education 
(cited in Mayhew and Edwards, 1936; p. 33).
Seeding and Sustaining Professional Growth
Reflective practice has not taken root partially because the role of professional associa­
tions remains peripheral in centralized bureaucratic systems. In the case of Zimbabwe 
the need for the professional associations to focus their terms of reference well 
beyond negotiating conditions of service is imperative. In the developed nations, the 
re-education or continuing education of teachers is stimulated and inlfuenced by 
teachers themselves through professional associations for teacher and educators in 
individual subject areas. For example, the Association of Science Educators in the U.K. 
and the National Science Teachers Association in the U.S.A. give definitive policy 
statements in the direction science education should take. Such organizations publicly 
debate the place of a subject in the curriculum, initiate development of school curricula, 
and analyse implementation strategies and other alternative courses of action and in 
general share experiences on classroom practice and associated practical problems. 
With the increased demand for content-specific pedagogy (Reynolds, 1993) and given 
the fact that professional development is increasingly accomplished though inter-col­
legial and inter-institutional interaction and discourse, this is necessary direction to 
consider.
Finally, education in Zimbabwe is often dogged by the narrow conception of teacher 
education, which erroneously appears to be viewed as limited to the initial training of 
teachers in the colleges as characterized in a couple of article that address themselves 
to the problems of teacher education (Dzvimbo, 1989; Chivore, 1986). While I agree 
with their assessment in general, the articles create an impression that teacher 
education is the responsibility of teachers colleges and the university only through the 
Department of Teachers Education. In reality at least four departments in the Facility 
of Education are concerned with the in-service training of teachers with specialization 
in specific aspects, e.g., Curriculum and Arts Education, Science and Mathematics,
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and others. The lack of concerted and coordinated action leads to the overall piecemeal 
conception and perception of teacher education in Zimbabwe which makes the De­
partment of Teacher Education an easy scapegoat for perceived failures in the teach­
ers colleges.
Discourse that attempts to ensure continuity and compatibility between pre-service 
and in-service education (non-graduate) is fundamental. Continuing education of 
teachers in Zimbabwe and their probable resultant professional growth should be 
better perceived and more articulately coordinated than presently for teacher educa­
tion to be continuous, from school, pre-service and in-service. In Zimbabwe, while 
not readily acknowledged, the beliefs and images about the teaching profession are 
simplistic and even naive; in society everyone who has been through formal educa­
tional has some impression of the role and functioning of teachers, which unfortu­
nately is let to persist by a profession that fails to define itself expertly.
Conclusion
This paper demonstrated some of the substantive aspects that should constitute the 
substance of discourse in teacher education at this developmental level of the educa­
tion system. For now, barring radical transition, the state evolved goals of the curricu­
lum are relevant and are accomplishable but are well ahead of innovation in teacher 
training colleges. Only a modest level of articulation exists between college curricula 
and state mandated curricula at the school level. The assumption on which school 
curricula are based should continually be challenged. For example, participatory 
mechanisms for devolving curricula are necessary and thus the assumptions that the 
state is representative is not substantive. Further, ideological confusion has not been 
quarantined to within the state, it is certainly more widespread among and within 
communities of educators at all levels than we wish to acknowledge, for fear of repris­
als, real or imagined, by the state. Potential exists so that performance in teacher 
education will be controlled by "self-imposed standards of knowledge and ethics and 
by peer group surveillance, rather than by directives from administrative officials" to 
borrow from Raubinger, Sumption and Kamm (1974). The present bureaucratic ar­
rangements might in fact be inducing among teacher educators some variance of 
"trained incapacity" (Silver 1983) whereby because of the preoccupation of officials 
inabureacracy in legitimating their authority, expertise of individual persons and 
educators are not tapped for the benefit of the system. The assumption of ideological 
consciousness, emancipatory or otherwise, transferring, inducing or sustaining 
professional growth in teacher education is unfounded.
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